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IDENTIFIERS 
ABSTRACT 

The final report describes the Comprehensive 
Communication Curriculum (CCC), a 4-year program involving the 
communication skills, of severely and multiply .handicapped students 
with very little spontaneous communication; skills. The program was^ s 
designed to teach the students appropriate easily ^earned responses 
for requesting .objects and~initiating .social interactions. The first 
section describes the CCC .program and its application in 'Kansas. Five 
program components are. discussed: (1) the caregiver interview; (2) 
identification of wants and needs; (3) request training; (4) 
initiation of communication; and (5) environmental manipulations to 
facilitate spontaneous use. Seven case studies^illustrate such 
procedures as systematic reinforcer sampling, diagnostic teaching, 
^requesting mojpe, use of a communication board, and requests through 
sign language. Part 2 describes, the project's family involvement 
component. Two phases are considered for the teacher in implementing 
a parent involvement approach: initiating strategies (such as ap 
t initial contact letter and followup telephone calls) and ways to 
continue and increase involvement (such as classroom observation or 
volunteering) . A hierarchy of services for parental participation in - 
the education of their child is charted. The bulk of, the document 
consists of five lengthy appendixes, including examination of the CCC 
model, development and replication, and bibliographies related to thfe 
communication curriculum and the family involvement component. 
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*" , . Program Overview 4 . 

• ♦ » - * 

All children need basic communication skills: the ability to 
request wants and needs, and to initiated communicative 'interaction. 

^tfhis is especially important for profoundly retarded and multiply 
handicapped people who are dependent upon others for locomotion, food, 

"clothing, bathing, and social interaction. Effective communication 

skills may alleviate some of the f rustrati6ns, caused by physical depen-. v 

dency by ^rovi'ding multiply handicapped children with a means to request • 

♦ 

■ * ■ 

things they cannot obtain independently. 

The Comprehensive Communication* Curriculum (CCC) Program (Klein, ^ et *al 

1981) was designed for severely and, multiply handicapped students who have 



very little spontaneous communication. The pbrpose of this program is to 

V 

teach 'these students appropriate responses that they can rapidly learn for 
requesting objects and initiating social interactions Prerequisite train'- 
incj is minimized so that^the programming can meet the child's immediate*, 
communi^ftive needs -as scon as 'possible. 

The CCC Prograln has been used in classrooms fot "the severely multiply 
handicapped throughout the state of Kansas. It was developed by speech 
pathologists, psychologists, *afad teachers who have been actively, involved 
in training severely handicapped children. Mafiy other resources were also 
drawn into the development of this program. Especially important were 
Williams and Fox (1977>, Sternberg, Battle, and Hilld (1980), McLean and 
Snyder-McLean (1978) ,^Horstmeier and MacDonald (1978) Reike, Lynch, and 
Soltman (1977), and Hart and Risley (1975, 1976, 1977, 1£78, 1980)..,, * 
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The purpose of this section is to briefly describe the ^CC Program % 

for severely and multiply handicapped students, and to present examples of 

it^ application in Kansas. There arp five components to this program: (1) 

^he Qare^vbr Ih^rvie^ (2) Identification of Wants and Needs," (3) Request 

Training, (4) Initiating 'Communication, and ^(5) Environmental Manipulations 

to 'Facilitate Spontaneous Use. These five components of the CCC Program 

are directed towards the final goal of providing all students with some 

method oi: spontaneously initiating co^unication and indicating what they 

want (requesting) . 
— * - > 

The C are giver .interview 
Communication 'is a social behavior; it occurs as an interaction 

- ' • • 1 ' V 

between people** Therefore, it is obvious that ^thcs^Ople who will be best 
qualified to describe severely handicapped children's conununicatidh behavio 
are those people who interact with them the most. For most child^n, it 
is their parents or caregivers that are the best sj|.ncj[le source of informa- 
ti^jn. It is a basic premise of the CCC PrcJrpram that communication training 
must be planned with major input from the children 1 s parents or caregivers. 
To assist the teachjer in using the parents 1 input in targeting appropriate 
communication training goals, the Caregiver Interview was adapted from 
Horstmeir and MacDonald (1978) . Thi 



lis ma^ be the most important part of 



the assessment process with profoundly handicapped children. 
i 

Program planning involves two decisions. First, what do students want 
or need from their Environment; that is, what do they communicate about? 

■ „ : 

One function of the Caregiver Interview is to ideptify those things in the 
child's home or classroom that .may be reinforcers, such as favorite toys, 



. v . ' ' CC ?-.. 

3 

books, foo'd, activities or people. The seqond decision of program 

* . • . ~t 1 J fv>' 

planning is to determine 'which responses to train. The Caregiver Int^x- 

view"- identified those behavior^ the child currently, uses to communicate. 

, * O 

In conjunction with speech pathology and physical therapy evaluations, 
this 'information may be used to pinpoint potential responses for communi- 
^af.^n training. ex ample, .teachers can probe methods of shaping existing 




response^ (e.g. / grabbing) ^into more appropriate responses (e.g., reaching). 



Case Study 1:* Sandy * * 

Sandy is a profoundly retarded physically handicapped si^^ye^r-old with 

> - 4 x - 

few communicative behaviors in the classroom. , Frequent tantrums had indicated 

a- list" of disliked activities but few potential reinforcers. Her teacher 

went to Sandy * i> home and interviewed her mother and father using, the 

\ - *. (* 

Caregiver Interview to facilitate the interaction. 

Ik r iitother r* ported that Sandy often smiled wiien she^eard voices ?he 

: ecogni2o4j such as when her father arrived home in the evenings.,^ Sandy 

also la*ttghed when being tickled or while splashing in the bath. Tantrumming 

(^creaming, crying ^ kicking, etc.) occurred when her parents tried to put 

on her leg brace, brush her teeth, brush her J ia^ r^ and sometimes while 

dressing her. Sandy turned her ^Ijead'awa^ f rom some foods (e.g., liquids, 

meat, and vegetables) , "but smacked her lips and opened her mouth when being 

fed ice cream. and sweet potatoes. She vocalized ("ma") when impatient for 

another bite of a favorite food or when she wanted more attention. 

Thus, her teacher obtained a l^Lst of potential reinforcers (ice cream, 
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sweet potatoes/ tickling, and bathing) and responses that could s'erve to 
communicate "more" (e.g., opening mouth, laughing/smiling, or vocalizing). 
These may be components of an effective communicatipn training program for 
Sandy. ^ * 

>' 

v 

i° • 
Identification of Wants and Needs 

For many children, such as Sandy, the 'Caregiver Interview provides 
enough information to begin programming almost' immediately . However, some • 
severely handicapped children may exhibit very littlfe communicative behavior 
at home or at school. For these children, the Caregiver Interview is only 
one phase of program planning. The CCC Program provides several other 
procedures for identifying reinfor^rs for children with few responses or 
few spontaneous interactions witjj^their environment. 

, * '. • - > ■ 

Systematic Reinforcer ^Sampling 

This procedure involves^two components: (1) the presentatio/ of an 
object or/activity, and (2) the removal of the object or activity/ when 
children are shown an object or food that they like, they may reach for 
it, look at it, lean towards it, smile, or request it. All of these 
beh^vio^s indicate (that the object or food 'may be a reinforcer; the child 
appears to want it. However, some students respond more intensely when a 

4 

favorite object or foo<J is taken away. Fot example, they may cry, tantrum, 
vocally protest, r&ach towards the object, -or push away the adult that is 
takijj3*the object or food. . These behaviors may indicate that the child 
doesn't want interaction with the object to end. Thus, it may ^e a , 
reinforcer. . i 



Identification of Reinforcers via Environmental Manipulation 

Many events that are regularly .scheduled parts .of a student 1 s day may 



tfe effective as reinforcers. Identification of reinforcers via environ- 
mental manipulation involves modilhang a common event in the child's daily 
schedule or activities to elicit responses that might indicate reinforcers. 

* A , r\ 



d < o 



For example, a student who receives juice every day may not^ appear to- enjpy 

it (i.e., he may not smile,' reach for it, request it,' etc.). However, if 

the juice were to be delayed^and given to every other student, the child 
* 

may tantrum, protest*, *cry, etc. These behaviors indicate that the juice 
may be a reinforcer during, saacktime when other students °^re receiving 
juice. Juice may not be reinforcing in other situations, , , 



s 



Diagnosti d^Teaching^ 

~ ..... .* . ' 

\ Sometimes ftfeither systematic reinforcer sampling nor environmental 

manipulations revoal potential reinforcers for training. This^ma^pccur 

because the student is^ very physically impaired and has. very few ways in . 

which to respdhd or -because interactions with the environment are not * 

reinforcing to the student. In these cases,! a diagnostic teaching 



strategy can be employed. This procedure involves a trial training period. 

* ' ' '> ' " * ' ' ' ' • ■ 

An object or activity that the student might like is^ selected. A very 

, \ 

simple response is shaped* to gain access to the selected object or activity, 
if the child learns the behavior it can be assumed that the object or 
activity selected is? an effective reinforcer for that response. 

« »« , ...... „ 

Case Study #2; Robbie 'T % * \ ~ ~~~ 7 ^ 

Robbie is a profoundly impaired child with no knqwn voluntary control 

of his body. It was not known if he~could see or hear, as he never 

' * ' l! ' 



responded to* changes in his environment. During the Caregiver Interview 



his mothgr reported that Robbie used to cry during physical therapy exer- 



cises; however, he had not done so in many years. She. also reported that 
he sometimes ^fte&Jg^s^right hand to his mouth, which she jthought cjould ■ 
be felated to hunger or thirst/ Systematic reinforcer sampling was in- ' . 
affective as Robbie did not respond differentially to any foods, objects, 
or physical contact ,• , * . . J 

' Thus, Robbie's daily schedule Was r&viewfcd in order to^ design an 
environmental manipulation that might reveal reinforcers. Every two h6urs, t# 
Robbie was given some juice and his mother Indicated that he seenjed to 4 4 
swallow his, juice easier .in late afternoon than in the morning. To establish 
an environmental manipulation that would indicate if this was reinforcing 

s - . ■ ' • - ' . • V - r ; 

to Robbie, his teacher omitted his 2:00 juice. When his mother gaye him 
his juice at,4:0Q, she reported that he drank more juice than usual and he 



o 



swallowed ^most of it without difficulty. 

0 *• « / ' • %■ ■ • . . 

Beefeufie this was riot strong evidence t£hat~ juice as a r&jLnfbrcer for . , 
Bobbie, diagnostic teaching was initiated. Robbie was nbt given 'juide at f . 
2:00; it was delayed until 4:00 t£ increase (if possible) its jpower as a 
reinforcer. £t 4; 00, Robbie's mother gave him a taste of the juice. t Then 
sjie paused about ,5" and lifted his arm before giving him more juiqe. 

c - . '* 

Lifting his arm Was the response selected for indicating that he wanted^ 

' ' " <; • * * * " 

^luore jliice. After weeks of repetition, his mother reported that Robbie 

, *, * < 

sometimes moved his hand $fter being given a taste of juice. This indicated 
that juice might be a reinforcer for this response. 1 , » 



O . • , Request Training t 

! The most frecjuent^.use of communication by severely handicapped, < 

j^ildreiL-ds-Jtta^ people,, that. Eteaf— 

\. • * - « » • «* *' * 

yaht. This communicative: function is ideal ^or training because it ^ 
permits children to control tyie important reinforcers in^their environment 

\- - ' ' 4 14 ' : L '• - 1 . ' 

(Guess, Sailor, and JEtaer, 1976). . A functional request response is 
reinforced by the item that is requested. m '. 

One important feature \of the CCC Program is that the child is taught* 
a respQns.e that cajn be acquire^ rapidly. Requesting is a ba£ic function 

" ♦ *!• / "\ * ' . * ! w * • , ,; - - 

for which the child has an immediate need. Providing the children with 
functional responses with'which. to meet this need is : v^ore important than 
teaching, tlfem more difficult conventional .responses that may take months 
or yeaa^s to learn: *Tfius, the initial 'request training %hould utild^e 
responses that are easy to teach the student. ■ 

, There are four request training objectives, in the CCC Program: 
Requesting More, Requesting through Choice, Requesting through Communication 
boards, and Requesting through Speech or Signs. These objectives differ 

^— T " ./^ ; ; — ; : 

primarily ijythe response that is trained. This allows the CCC Program • 



to b^ responsivd to the individual capabilities and needs of each student* 
Reqifestlng M^tfe ' ' f ^ " ^ / ^ 

1 ^. Teaching the child tp request more of a J^nrared activity or object is 
the simplest and. most basic request objective for two reasons. First/ the 

."»• • « ' ■ * 

child needs only one response and virtually any 'response can signal "more" 

(e.g., an eye blink, body *novement, vocalization , % head turn,, hand movement, 

* , * * ** • 

ox log movement) 1 -This makes "Requesting More" a particular!^ appropriate 

. 4 ''.'; / Jr ' --V ' ■ , • ' , ■ " I , 

objective for.; severely physically impaired children. 



• - ' B * ccc 
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* * . V*' 

The- second advantage to this objective is that the student actually 

; ? \ < * • .. 

. ^ interacts with the object or activity before indicating "more". Most 



coramunicative behaviors require that the child anticipate the evjent 

when presented with visual cues (e.g., seein<g juice means that & taste 

of juice .is soon forthcoming}. The "More" procedure involves letting the 
4# : ' ■ 

, student interact with the object, get a taste of the, food, or be involved, 

t - - r - . 

briefly in the activity before requiring the student to request more of it. 

Thus, the child is first given contact with the reinforcing (or "motivating") 

attributes oJ? the object or activity, and thien taught 4ipw to get it again 

(request more) • , . 

k Because the teacher presents the stimulus before the child responds, 
/ % — _ . ^ 

.this objective still does^.not meet the students 1 needs for spontaneous 
j control of their environment.' The teacher sets the occasion for the response 
by gjLving a taste of the food, contact with the^ object, or a sample of the / 
activity. In addition, the teacher selects the object presented to the* ^ , 
student for the request. On some days or sessions this object or activity 
may be le£s reinforcing than at other times.* The student may really prefer <C 

, ~ ; ~ : ~^ ' : r • • «~ 

„ something else, but has no method of communicating that^except by not 
responding*' Nevertheless, thisns the first step in learning that 
communication can be used to control the environment;; it gives the chilcf an 
opportunity to learn a resppnse Sbhat effectively controls the behavior of 
another person* ' % * ' ' > < 

Case Study #3* Chad * >: 

Chad was a nine-year-old" severely multiply handicapped student with 
severe Spastic quadriplegia and poor head control. He was c^npletely 
nonverbal, nonambulatory, and had no self-help skills. His voluntary responses 
* wetfd extremely limited.: *' * \ 

er|c ' , - ' liJ ' ^ 



The Caregiver Interview revealed few voluntary m responses that could be 
used for training,.* Systematic reinforcer sampling ijidicated^no objects or 



activities to which he responded. environmental manipulation^ revealed 
that Chad sometimes laughed when bounced on a large physical therapy baj.1, 
and, when the bouncing was terminated, he occasionally lifted his head 

. . ■ • \ • - 

towards^the teacher and made a short vocalization ("ah") . , 
. On this basis, Chad was placed in the "Requesting More" objective. 

His teacher bounced him vigorously on the physical therapy ball in a * 

< • * • * *r • * * ■ 

sitting position. Once Chad began laughing the teacher stopped bouncing 

' ' * £ ■ ' ; ' ' > • - • • 7 

and waited fifteen seconds for Chad to lift his head and .say "ah". If Chad 

.vocalized, his teache-x immediately resumed bouncing him on. the ball. If the 

failed .to respond, his teacher, modelled the resppose three times, waiting 

* s ' * ' • • . 

1 " ' v - * £ ' i * 

for a. response each time. If he Still didn 1 tT respond .then Chad was returned 

: , . j • ■ • ; • - t 

to the mat for. two minutes-.. ■« > 

As shown in Figure 1, Chad reached the training criterion 'of 80% or 
better for four out of five days in just 17 training sessions. This wa>s 
one of the first programs on which Chad trad ever met criterion. . * 

(Insert Figure 1 about here) 
Generalization training was conducted outside of the classroom by" 
Chad's Foster Grandmother. She bounced him on her knee, and when she 
stopped, Chad was* trained to lift his. head and say "ah". Although his 
responses were again inc6nsistent, he met the training criterion after 
18 sessions, as shown in the "second graph on Figure 1. « 
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Figure lv The rtesuJL^ of "Requesting More 11 training eoriducted with . 

: Chad;, 1§ie\top graph shows his* results, during initial 

* classroom .training bouncing, on the physical therapy Jb&ll; 

* the lower graph shews- his results with his Foster 

* Grandmother (generalisation). . - * . . ' * * 
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Requesting Through* Choice % ^ * . » " 

Irx order to make a choice, students bust Ija^ve.a "selection response" 



{Wulfc St Hollis, 1979). That is,; they; inust be able to indicate which of 



two or more items they prefer. -This requires students to have, a response 



that^ can be produced in at least two directions (e.g., looking Jto^e right 
and left or up and down,, tilting the. head to the right and left, etc,).. A c 
chpice response* requires at least two movements. * • V - 

• • v . . . ' : * i ' ' ■ > 

This objective is especially useful because it permits the child to 

choose to interact with or pbtain any item in the envirCnment. For example, * 

a child may leam to choo&fe ? ahy. toy in,. the classroom ^ choQse among various ' . 

foods in the"c^*fete^ # ia, or 'Sdipj^se ^any activity on thie playground. The 

» » * * ^ '» * • * 

only requirement is that the o£>j§pfes, foodKand activities be visible to 

both the student and the peoplej#55 will provide the student access to them. f . i 

Case , Sttfdy7#4 : Walter \ - . / .* 

Walter was a profoundly retarded 12-year-old. Although he .had received 
years of training to increase vocali^txons and^to establish. control of his , | , 
Tandpipf TOtssIi^ti?^^ stall; complet ely nonverbal < * * " ~ 

Tfie Caregiver Interview revealed many reinforcing items and activities « , , 
for Walter. His history of . stealing food from cupboards and other students 
clearly established that food was an effective reinforcer. However, he 
usually grabbed items that he wanted, a behavior that both teachers and 

caregivers fouhd aversive. Thus, the selection response chosen for Walter 

" . • * *: ■ - - • ♦ t 

was pointing t (a; modification of his existing response)." \ H 
Walter was taught to request by choice^; that is, *to point to a preferred . 
itefij as bppdsed to a les£ preferred item in a two-choice array* The * 



• • 

*** 

■ y 


. r v ccc - . 

4 - - * c ' ' 

... « % 1Z 
1 • » 

' * ' ' 


* 




preferred items were juice angi cookie; the less, preferred items were flisHp ^ 


- 




paggjr, fGrk^letc. Walter was^given whichever item he selected; if he • # 


c 


% 


chose the dish, he was given the dish; *if he* chose the cookie, he got the 




0 

1 


cookie. In this way the student is taught to make a discriminative choice 


4 


I • 


I * * * * * 

by exposlire to ' the ^natural consequences o r f s^Leption^ « 


i 




* As is shown in Figure 2, Walter's initial* responses were spim&hat 






random: he selected both preferred and nonpref erred items. However, by 

' * ', „ » "* *' *• 






Sessidn 26, he had met the criterion of 80% ^correct or better for four of 






* * V "V 
•five^ sessions/;- and his data "indicated a clear acquisition curve. 


♦ 




• *C* + * * * -* r * ? * w * ^ ' r > s 
J # . ' (Irisert Figure 2 about here):', 

» * o> • «r « < • • 
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. / Requestihg Through Communicat&on Board .. . * 






, , Once a child. can use some selection response (such as pointing or 






directed eye g^ze) to .request items, it is possible to begin communication 

• 1 7 * * 




, ■ • \ 


board trailing. £he advantage of communication )Doard pse is that the objects 
^or 1 activities* that 1^he, child wants to request need' npt be visible, either 

to the teacher or the student. This increases the student's control of the 

• » * * * 


t 

\ 




, environment, becaiase he or she^ can request activities in other rooms (e.g.., 


, ft 




jr. ' 
drink of water, use of bathroom*, watch television, or go outside) . 






*• * 1 * * • * ■ 
. Case Study #5: <Jil-l - - . " , 4 - ; / „ • 






<JilI was a profoundly retarded adoies^ent with norm^. ftight axid heairing. 

; > • - 






» / ' 

- She had been JLearning to ^respond to pictures in the ciassroom f6r several * 






v months, but generally requireql a prompt. The purpose of training was to . 




* 


teach her to spontaneously point tp pictures to request items that she desired. 


V 




, Training was initiated with her juice at sn,ackty.me. 






Curing ^baseline, thf pi|faares dn^ which she had been trained were placed 






beside Jill on the table. VJfer teacher initially reinforced any " if request 4 ' . % 




' * , • i 
* 

ERJC 


• r , . is . , v.;,' :. ; . 
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response (e.g., pointing to the juice, tapping her cufr^gainst the juice, 

etc^) Zo determine if fust increasing Jill's spontaneous, (uncued) responses 

• t • • . p - . X • 

wotjld -Iea4 feo her use o£L the communication l&ard pictures . . Random responses 

touching the pictures were also reinforced ♦ These results are s^own in 

Figure 3. As is evident, Jill did not begin using the commuhication board 

' ) • * 

pictures until contingencies were placed specifically on that behavior. »At 
that point, she met criterion rapidly. 

(Insert Figure 3 about her&) 

Requesting Through Speech, or Sign 

* ** 

A few severely handicapped students will be able to use symbolic 

responses, such as speech or manual signs to make requests. As* with 

communication boards, this 'is advantageous because the. child can request 

objects or activities that are not visible in*the immediate environment. 

In addition, both speech and signs increase the child* s independence.. They 

do not need to have pictures present to request the desired item; the 

appropriate word or Sign can, be produced at any time* 

Case Study #6: W»yne , . u t ^ 

Wayne was a profoundly retarded 12-*year-old who had been taught signs 
/ . , . * 0 i 

for many, years.. He 'typically rehearsed his. entire repertoire of manual signs 

whenever asked '.'What is this? 11 . For example, he responded by signing "hat, 

food, help, please" regardless 'when shown his juice at luncfr. As a result, 

his teachers had been teaching him to sign "drink" at snacktime and lunch 

with little success, (iii, 45 trials r ttine sessions? *• Wayne Jti^d made 11 correct 

responses.). Thus, the .training procedure designed for Wayne . eliminated , 

ttf& opportunity for incorrect perseveration on earlier signs. 
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Sessions 



Figur^3. Jill's acquisition of "Requesting through Communication 
Board. M Scoring: (43 .sp&ntaneous response without cue; 
(3) response after question; (2) response following 
instructions; ( 1 ). response .following put-through; and 
(0) resistance to put-through. 
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• In the ''Requesting Through Speech or Sign" objective, Wayne- was 
shown the juice, promoted immediately, and then given a taste, of juice. 
Whenever. Wayne began producing "drink"' independently on any trikl, no 
prompts were 'given, Ip. addition, each session included two "probe .trials" 
in which no prompt was given. The result? of earlier teaching and this 
training are shown in Figure 4. By the fourth session, Wayne was .consistently 



"dlrink" 



responding before being prompted during training trials, and produced 
correctly* on' most of the probe trials. 

(Insert Figure 4 about here) 



Training the £hild to' Initiate Communication 

n - 1 

A communication interaction between two ^persons requires that someone 

begins the social contact. In order for a child to communicate a request, 

it is necessary to get the attention of tfte person to whom the request is 
• ♦ 

address.ed. This function of communication becomes even more crucial &hen 
the child is severely physically handicapped, and totally dependent on others 

to meet his or her needs. Furthermore, the'ability to initiate communication 

' ■ \ 1 

interactions facilitates the spontaneous use of requesting behaviors (the, 

„••*'* 

<?, * • 

child does not need to depend on the adult beginning the interaction) . * 

Initiation training in*. the CCCJProgram provides those children who do 

not presently initiate communication with a means to signal the teacher's 

i : 1 . 

or parent's attention. In addition, children who initiate interactions in 

] 

inappropriate means '(such as grabbing them, tapping their shoulders, crying, 

*' ' \ •. * 

etc.) fcari be given more acceptable responses to indicate that they want 
attention* \ \ 

£ase Study #7: James * James W£is a profoundly retarded physically* 

' * ' \ «' 

handicapped child who was nonambulatory with poor fine motor control. He 

C ■ . 

rarely demonstrated interest in his environment, with the exception of some 
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figure 4. Acquisition of "Requesting through Signs" with 
/ * . Wayne. The left graph shows his results before 
modifying; the program to prevent perseveration 
on previously- learned 'signs. 
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foods. James had been taught to request these preferred foods during "Re- 
questing by Choice" training in which he learned to reach tQ make a selection. 
He subsequently used this response to select favorite musical instruments 

i 

asrwell. 

' i 

i * 
The next goal was (to teach James to initiate communication. The desired 



.objjects (food items) wjfere placed behind a screen and the teacher turned away 

^jjom James for at lea^t 30 seconds. 'If James vocalized for attention, his 

teacher immediately tiurned towards him, praised him, and removed the screen; 

then James made his selection among the array of foods. If James failed to 

respond^ a second trainer saijd "James, say 'ah 1 ", which was sufficient tcu 

prompt a response frdm him. 

* ► 

As shown in Figure 5, James rapidly acquired this response. Furthermore, 
anecdotal reports suggested that the behavior generalized toi his home as well. . 
His mother reported that James showed a greater inclination to ceach towards 
objects and interact with his environment. 

* (Insert Figure 5 about here) • * ^ 

Environmental Manipulations to Facilitate S pontaneous Use / 

, . * ; / 

• With severely multiply handicapped children, teachers often have the . 
task of creating a need for the child to communicate. In many cases, the . 
student has had a history of communication failure 1 , or has learned that 



, most of his physical needs will be met noncontincjently. Even students who 
have been required to request their w,ants and needs may remain* largely 
dependent upon the training situations t;p sLgrtal the communicative response* 



have been required to request their w,ants and needs may remain* largely 
(< - + 

e trdinina situations to s 
However, the ultimate goal of any language training is the spontaneous 
use of functional communicative responses to request wants and needs. 
Communicative behaviors must be used spontaneously i^n all appropriate situations 
throughout the day* 



* ■ 
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Figufe 5, The results of "Initiation Training 11 with James, 
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This objective requires that certain features of a child's daily 
environment be changed in a way which creates a "communicative need* A 
reinforcer is identified in an activity or event which occurs regularly in 
the classroom. Then the child's access to the reinforcer is delayed or 
altered by some manipulation of the sequence of events. The student learns 
to x recognize a communicative need whenever it arises, initiate a communicative 

" n A * • 

interaction, and request the reinforcer. 

Cas» Stucly #7; • Molly . ^ 

^ * Molly was a severely retarded adolescent who had received years of manual 

s^gn training. She had an expressive sign vocabulary of approximately 50 wor^3. 

Despite these language behaviors, Molly had no functional communication skills; 

^he, used none of her signs unless given specific cu£s by her teachers. 

The f irst^ intervention selected for Molly was to teach toer to spontaneously 

request assistance during her,meals. Sometimes items were left; off lunch trays 

or containers were difficult to open.* Typically, Molly responded to this 

situation by waiting without eating until someone noticed her predicament and 

helped her. Teaching her to use her language skills independently involved 

♦ 

an environmental manipulation and teaching procedure designed to teach her 



to request items and initi^e interactions. 



.a^e 

The environmental manipulation involved, deliberately withholding Molly's 
spoon from her tray about -two or three times a week. The teaching procedure 
required her teachers to wait at least one minute for Molly to recognize her 
need (that the spoon was missing), initiate interaqtion, and "request 'the spoon* 
At the end of one minute, she was prompted to respond. 



/ ■ 



TrAiHing- involved two ph&ses, as shown in Figure 6. Phase 1 taught 

Jier# ^o ,cegue^t! het SPQQ&. when her teachers attended, to her. That is, the 

» * 
teachers looked at her,and waited fos^her to respond. In this situation, 

Molly did* nb£ need' to initiate interactions because someone was already 

* » « * 

attending to .her'. Phase 2 involved teaching her to attract the attention of 

■ 

her teachers b$ raising ~Ji£r 4)and and vocalizing . As shpwn in Figure 7 , she 
learned to vait for the prompt from another teacher before initiating the 
interaction., Thus, the teachers stopped prompting her; they, simply waited 
until she made some attempt to attract attention. Theft she was told to raise 



her hand and vocalize* 



This procedure resulted in a functional sequence of behaviors with 
whiph Molly could solve problems in her natural environment. On those 

* y '* ' 

Occasions when itenjs were missing from her tray, she x raised her 6 hand and 
Vocalized. Her teachers responded by asking "What is it?", or coming over 
to her. She sigted "spoon 11 and they got her a spoon. 

1 . (Insert Figure. 6 about here) 

- - - ( - - ' — - — - • - - " % ■- - ■ 

The.ne^tt step for Molly is 'to generalize *:this sequence to other 

; ; .< \ • 

problems, stich as when hfer coat is missing, when she needs help with items, 

etc. Her teachers have reported .generalization to novel situations and 

v% environments. Nonetheless, specific prograniming of generalization is essential: 
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Phase I: ♦ 
Requesting Through Sign 
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Phase 11: Initiation Interactions 
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Figure 6. Mo^ly»s responses during "Environmental Manipulations to Teach 
Spontaneous Use." The upper graph shows, her data on requesting 
through 1 signs -in the lunchroom, and the lower graph reflects 
her "Initiation 1 ' data in the same situation. Requests and 
initiation responses were scored: (2) spontaneous responses, 
jf ' (O^prdmpted responses,, and (0) did not. respond to prompt. 
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" SUMMARY 

The ultimate goal of communication training with severely retarded 
children is to develop spontaneous responses that they can use to meet 

w , 

I 

their needs • It Requires years of intensive work at school and at 
home for many severely multiply handicapped children to acquire complex 
communication skills • Thus, their immediate needs must be fulfilled by 
programming that begins with responses that they can produce. Only wher\ 
students have some means to request items or activities and to attract 
attention (initiate interactions) , can more complex response development 
begin. The five .objectives of the CCC Program effectively initiat^ training 
towards this primary goal. < 
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Communication Curriculum Products 



Curriculum Manuals 



Klein, M.D., Wulz, S.V., Hall, M.K., Waldo, L.J., Carpenter, S.J., Lathan, D.A., 
Myers,, S.P., Fox, T. , & Marshal,! A.M. The Comprehensive Communication 
Curriculum Guide . Early Childhood Institute Document Reprint Service, University 
of Kansas, Lawrence, KS 66045. 147 pages. $6.00. 

\ 

The .Curriculum Guide is a complete, detailed description of the 

• training programs and how to implement them with severely 

• retarded arfd multiply handicapped students. Included in the CCC • 
Guide are (1) an introduction and overvi^fr describing the key 1 
assumptions of #ie curriculum; (2) an assessment tool, the Caregiver 
Interview; (3) three procedures for the Identification ofj Wants 

-and Needs (reiiif orceins) ; (4) goals,, rationales, and procedures for 
the three Request Training Objectives; (5) goal, rationale, and 
descriptions x>f pro6eduire£. to teach children to Initiate 
Communication, and (6) goal, rationale, and proceduis^fpr , 
eslpablishing Environmental. Manipulations to Facilitate Spontaneous 
U^e.' The Appendices include procedures for "facilitator training", 
blank data sheets, copies of tfre Caregiver Interview for 
duplication, information^ regarding the selection and development 
of communication boarids, and information rpgarding the selection 
of a primary communication mode for severely handicapped students. . , 
A brief overview* on methpds for developing responses was also 
included. . 

Waldo, Ii., Riggs, P./ Davafc, K. , Hirsch, M. , Eye, R., St Marshall, A.M. 
Functional Communication Board Training for the Severely Multiply Handicapped . 
Submitted to the Early Childhood Institute, University of Kansas, ..Lawrence, 
KS 66045 for disseminatipnr , 

This total 1 communication training manual is an* adaptation of Gijess, 
Sj^ior^and Baer's Functional Speech and Language Training for the 
Severely Handicapped manuals (1976) . It represents a revision of an 
earlier edition of this adapted program. This manual includes the 
early training steps for initiating language training using * 
communication" boards. It includes programs and'data sheets. 

Waldo, L., Rigcjs, P, Dayaz/*K.,, Hirsch,, M. , fiye, R. , & Marshall, A.M. 
Functional Signing Trailing for the Severely Multiply Handicapped . Submitted 
to the Early Childhood Institute, University of Kansas, Lawrence, KS 66045 
for dissemination. • 

This total communication training manual is an adaptation of 
Guess, Sailor „ and #aer r s Functional Speech and Language 
Training for the Sfeverely Handicapped manuals (1£76) . It 
represents a revision of an earlier edi/tion of this adapted ~ 
program. «This manual includes the earPp training steps for . 
initiating language training using manual signs and speech. 
It includes programs and data sheets. ■ 
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^Waldo, L. , Barnes, K. & Berry/ G. Total Communication Checklist and 
Assessment , Submitted to, the Early Childhood Institute, University of Kansas/ 
Lawrence, KS 66045 for dissemination, 

* > " * - — *.,"-.- ■ * ■ * - « 

This is an extensive guide to making decisions for mode selection with 

severely handicapped students. It was written by a speech pathologist, 

occupational therapist, and audiologist to provide an interdisciplinary 

, approach to targetting appropriate communication responses for multiply 

handicapped students. 

Videotapes 

The Comprehensive Communication Curriculum Videotape. Jtedia- Services, Bureau 
of Child Research, 2601 Gabriel, Parsons; KS 67357. Full color 20 minutfes 
available in 3 4 inch cassette, h" reel-to- reel (blaclf £nd white), VHS xn (color 1 ) 
and 8ETAMAX (color). 20 minutes. $25.00 for 2-week rental; $50.00 for purchase. 

The twenty minute videotape was designed to acquaint parents and special 
educators with the key assumptions of the Comprehensive Communication 
Curriculum, and to familiarize them with the basic training objectives 
and, procedures v< It illustrates §ach point with a. full-color situation 
involving students trained in the CCC curriculum. . 



Professional Articles 

* 

,Wulz, S.V. , Klein, M.D. , Waldo, L.J., & Hall, M.K„ The Comprehensive Communication 
Curriculum: A program for severely multiply handicapped students. Journal 
of the Association for the Severely Handicapped , in submission, 1981. 

This is an article that describes the curriculum for special educators 
and other people involved in furthering the coitununi cation abilities of 
severely and multiply handicapped children. It provides a case study with 
, data, to illustrate each program component^ 

Wulz, S.V* & Marshall** A.M. An analysis of the development of spontaneous 
language use by modelling. Journal of Applied Behavioral Analysis , in submission, 
1981. 



The effectiveness of modelling procedures for increasing %h$, frequency 
of target phrases was assessed with four severely retarded: subjects, A 
multiple baseline .design with reversal was used to analyze th£\role of 
, 'modelling in eliciting responses. The results indicate that (1) 
modelling ef fee tlvely increased the frequency of all target phrases, . 
(2) all subjects generalized to new combinations of the target phrases, 
and (3) none of the subjects produced the control phrase or any combination 
of it throughput the study. These results are important because modelling 
is a simple, unobtrusive procedure that can be used in any sftting and 
during other training and recreational activities. It is especially 
advantageous* in a home or institutional: setting..whexe the staff and 
parents are i often too. hxxsy to concentrate on ofte. particular skill. 
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Wulz, S.V. Developing generalized. spontaiieous responses using an unobtrusive 
training technique. . Journal of Applied Behavioral Analysis , in submission, 1981. 

A multiple baseline across Subjects with with-in Subject reversals yas 
used to evaluate th$ effectiveness of an instructional prompt to elicit 
a ttrairued response in a novel setting. The ^subjects Wfere six severely 
retarded boys who Used manual signs for primary, communication. The 
results indicated that (1) an instructional prompt elicited the trained 
.response in a novel setting, (2) responses became spontaneous (independent 
of the instructional prompts), and (3) subjects produced novel response 
combinations. In addition, informal observation and atnecdotal information 
suggested that some of the subjects generalized to other environments and 
people, and to new situations. This procedure is especially useful 
because it requires minimal training or effort by people in nonin§tructional 
settings. 



FAMILY INVOLVEMENT COMPONENT 
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PROGRAM * OVERVIEW 



The design and implementation of quality education is the goal of all 

individuals working with the severely multiply fiandicapped student. While 

no educational system can be a panacea for the severely handicapped student, 

it is, in all probability, the most significant experience in the student's 

life. Essential to complete and cohesive education are^ coordinated te'am 

. efforts and inter-disciplinary sharing of information and resources. By 

necessity, utilization of all resources, has become a standard requirement. 

The purpose of the CCC Program is to guide teachers in' the utilization of 

i 

* a very important resource, the student's family. 



Advantages of Family Involvement 
' There are four advantages of involving family members in the education 
of the handicapped child. Perhaps the most important of these is assessment f 
Teachers of severely handicapped students are often at a disadvantage when 
trying to assess the handicapped child's slcill level*. Wlifle non-handicapped , 
students are often expected to possess prequisite skills, very rarely does 
the special educator 'iknow what to expect" when working with new students. 
An underlying assumption* of the CCC Program is that in mahy situations no one 
knows the child as well as the parents, or the primary caregiver. As a result, 
teachers are encouraged to include parents in' all assessments^ Other 
advantages of family involvement include assisting teachers with classroom 
programming, and activities. Parents may *often assist with efforts to m^iiit^ln 
and generalize classroom training effects, by programming at home or serving 
as an additional trainer in the classroota. Parents may assist with graphing, 



a - 4 • 
regular paper work, or may serve as assistants for outings and parties., A 
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1 advantage is that parents may act v as advocates for the school and/or 
ojn. The manual invites teachers, administrators and parents to work 
Vely with each other as opposed to ( against, each other ♦ — 

Planning 'strategies for Teachers 
While many parents eagerly accept the opportunity to be involved in their 
child's education, others may be very reluctant and openly ' resistant to such 
efforts. To assist in involving these parents, teachers are encouraged to 
attend to the special needs of parents with handicapped, children. In all 
too many 'cases parents of handicapped children have be^en .pictured as being 
"somewhat neurotic". Behavior leading to this opinion may range from being 
disinterested to zealousness. Olshansky (1962) on the other hand, refers to 
tlies'e behaviors as manifestations of "chronic ^sorrow" . Chronic sorrow is 
described as a pervasive psychological reaction of continuing sorrow. Olshansky 
points out that- parent behaviors which are often labeled as neurotic, ar£ a 
"... natural arid understandable response tp a tragic fact", (p. 133), i.e., 
the tragic fact of the child's handicap which, must be dealt with day after #ay. 
Kozloff (1975) , in his chapter titled "The Career of Families of Children with 
Learning and Behavior Problems", provides a very informative analysis of a 
number of special problems facing the family of a handicapped child. The 
assumption made by the CCC Program is that teachers will be able to work mojre 
cooperatively wjLth parents if they understand some ,of tjie difficulties . 
encountered by many parents of han<3i$kppecj children. ~\ c , 

tfhe strategies suggested *f or implementation of the program may be best 

perceived as consisting of two phases, each separated, by , the IEP meeting. 

• " . . ' r • ^ o 

The first. phase is concerned with initiating strategies, and the second with \ 
continuing and increasing individual* degrees of involvement. Initiating 



...... . ^ '( r 

' . . • - .• r . . ccc 

''«;■. * * 29 

strategies discussed are: an initial contact letter, follow-up; telephone 

♦ 

• « t 

calls 9 initial parent group meeting, .and a parent- teacher assessment meeting. 

Following 4fce»~ IEP strategies for continued involvement are implemented. 

Generally very little involvement of the parents occurs following the IEP. 

This may be due to foany variables, i.e., parents may seem to be unwilling to 
■ 

participate in activities offered by teachers and/or school districts. The 

* ♦ 

CCC Model Program suggests that this situation may be more usefully perceived 
as a lack of parent readiness to be involved rather than a lack of willingness. 
^ Depending upon any given parent's Current; situation, and upon their past 
experiences of frustration with various agencies, institutions, and/or 
professionals, parents may simply be unable to participate to any great extent 
^ in their child's educational processes. » 

Kroth (1979) suggests that parental ^readiness tq participate can be Viewed 
along a continuum of services which may be ^ffered or encouraged by the class- 
* room teacher. Figure 7 illustrates the hierarchy of services, which is an 

i . * ; * , 

adaptation of Kroth' s Mirror Model. As can be seen fronuthis figure, there , v 
are certain activities and services which the teacher can expect all parents 
to beSbivolved in. These services include m information oft special education/^ 
handouts ,\ and announcements. At the ne*t l£vei bf involvement are services 
in which mctou^ but not all, parents are likely* to be involved. For example, - 

) , 

it is anticipated* that most parents will attend the initial group meeting and 
will be involved in daily corampni cation with the Jt^acher. At the thirst and 
fourth levels of involvement are activities in ,\tj^ipfi some and a few parent^ 1 
are" likely to participate. t < * {-jl?' 



^ .(Insert Figure 7 about here);* 
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Figure 7j Hierarchy of Services for Parental Participation 
\ '\ in * the* Education of Their Child. 
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Additional Concerns 
- 1 — ■ '" - * 

.The Cg£ Program emphasizes to the teacher the importance of involving 
the handicapped student's entire family in the educational process. 
Unfortunately in our present 'social system it is frequently the case that 
family involvement is equated with "mother involvement 11 . Generally it is 

* 9 

the mother who bears primary or direct responsibility for child rearing. 

V 

When extra services are needed for. a .handicapped child, the mother is usually ^ 
^the one to accept the additional responsibilities. While teachers are not in 
a position to change existing social norms, it might be possible to be 
influential by emphasizing the" importance of total. family involvement.' Tfye 
involvement of the entire family will certainly relieve some o,f the pressure 

which is typically placed upon the mother of the handicapped child. In a 

\ 

situation where mother and handicapped child are isolated from the rest of the 



2ry^posii 



family, a re-distribution of mother's time may have very positive effects on 
the entire family. 

An important and possibly fc long rajh^e goal of the family involvement program 
is parent autonomy, which is defined' as parents becoming ^dependent of teacher 
support while remaining actively involved in their child's educational program. 
This does not imply that teacher^are to be excluded from parent meetings or 
other interactional activities. It does however, indicate that parents learn 
to take the responsibility involved in planning, setting up, and raining 
groiup .meetings. Eventually parents are .expected to take the initiative in 
requesting additional services from teachers and/or the* school district, and 
monitoring their child's educational program. 

r 

Final Motes 

The' family involvement component of the CCC Program has been/designed 



for use by teachers and , parents in rural as well as urban atfeas. The manuals 
however, h$ve been written with the assumption that the students reside with 
their families and, that these families fjave easy access to the classroom (i.e 
the school is across town or within 20 miles of home) . The assumption of 
easy access and/or proximity is responsible for the emphasis on individual 
meetings, classroom observation, home, visits, and parent group' meetings. 
While these activities are facilitated by proximity, they can be utilized on 
a limited basis even when families are- at great distances from the school. 

The manuals have, been written as flexible guides and implementation of 
tfte program should meet the varied needs and demands of individual classrooms 
teachers, and families. While involving families not in proximity to the 
classroom may demand extra work and time, it is suggested that these families 
may be in greater need. It is possible that extended efforts to reach these 
families will, result in their becoming more interested, and consequently more 
willing to ^participate in their child's education. 
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^ r Family Involvement Products 



Manuals 



Myers/S.P. Welch/ P.# Klein, M.D., Waldo, L.J., and Marshall, A.M. * Teacher's 
Guide to Family Involvement , Early Childhood Institute Document Reprint 
Service, • University of Kansas, Lawrence, KS* 66045. '48 pages. $3.00. 

The teachers guide has been designed to provide a structure from which 
teachers may assess, and later increase family involvement in the 
, educational process of the handicapped child. The manual is, divided 
into three sections. The first section discusses the advantages of family 
involvement, the Second planning strategies, and finally, some additional 
concerns dealing with autonomous parent groups and involvement of the 
entire family.. The manuai is designed in a step by step fashion and 
consists of many suggestions and examples for implementation. 
/ - 

Basically four advantages to family involvement ar'e discussed. These 
include assessment concerns, parents providing assistance with programming 
in school and at home, suggestions for classroom activities, and advocacy. 
The second section of the manual deals with planning strategies for 
implementation of the program. Implementation has been divided int6 two 
phases, separated by the,IEP. During the initial stage of implem§rit!aion • 
activities such as the initial contact letter, a follow-up ' 
telephone call,* initial group meeting, and the caregiver interview are 
discussed. Continued involvement consists of a discussion of the Hierarchy — * 
l^of Services (Figure 7), an overview, outline, and utilization strategies ** 
are included* The final .section pf the manual consists of a discussion 
of total family* involvement, and parent group- autonomy. The manua? also 
< consists of a number of Appendixes which provide sample initial contact 
letters*, information Sharing suggestions, and cjaily communication reports 
forms to be used by teachers. in information sharing with parents. 

Klein, M.D. , Myers, S.P., Hogue, B. , Waldo, L.J., Marshall, A.M. and Hall, M.K. 

Parent's Guide: Classroom Involvement, Communication Training, and Resources . 
Early Childhood Institute Document Rejprint Service, University of Kansas, 
Lawrence, KS 66045,* 91 pages. $5.00. c 

*\ ' ■ * ' 

The parent's guide is divided into three sections: classroom involvement, 
Communication training guidelines, and a resource guide. The section 
dealing with classroom involvement is essentially a condensed version of. *> 
the teacher's guide described above. It contains discussions of the 
advantages of parental involvement, special concerns for parents, ^mplemer}- 
tation strategies, and total family involvement, and parent group autonomy. 

The Communication training saction of the^arent' s guide is designed to 
accompany the Comprehensive Communication Curriculum Guide , which is a 
teacher's guide, and is the third manual produced by the CCC Program. The 
communication .section of the parent's guide presents five basic assumptions 
concerning communication training, and describes in detail the following 
components of the CCC Guide-. 
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« • * Assessment: Caregiver Interview - , 
' t - Identifying and Developing Wants and Needs 

1 , -\ReqUestitig More * 
- - Requesting Through Choice 

- . . / -itequeatSng''; Through. Symbols. . . r * 

- Traiiiirtg Children to Initiate Interactions 

Ii> addition? the communication section discusses developing communication 
•skills in the homp. The strategies suggested for home training evolve 
around meal/ bath, and pla£, times* The information presented to parents, 
stresses that Teaming tx) communicate is nfore important than learning 
words, and that communication training opportunities exist throughout the 
day for all children* The communication section of the manual is' 
illustrated arid provides examples of each of the communication objectives. 
* * 

The 'resource guide provides alphabetical listing of over 250 national and 
state (Kansas)' resources. Private and Public service providers and , 
information resources are" included. To assist parents in locating 
appropriate .services^ or information the manual provides a cross index 
with 43 top4.c areas.' These tqpic ^reas are listed in Table 1* 

Table Is Cross Index of Reference Topics for Parent GuideS^ 



ACRONYMS 

AGENCIES 

1 ALLERGIES 

ARCHITECTURAL 
ACCESIBILITY 

ARTS 

AUTISM 



BLINK; 



BLIND-DEAF 

CEREBRAL PALSY 

COUNSELING * ~ 
SERVICES 

CYSTIC -FIBROSIS , 



DEAF (See Hearing 

Impaired)* 
DIABETES 

i DOWN'S* SYNDROME 

EpOCftTION 

edu&$tion'» 
epilepsy 

general information 

GIFTED 
* HEARING IMPAIRED 
. HEM0)?HILI& 

HOTLINES; '* 



KANSAS 

KIDNEY * IMPAIREE^ 

LEARNING V 

DISABILITIES ' 

/ LEGAL 

LIBRARY " * 
MENTAL 

^ardation-/' ' 
multiple 

\ SCLEROSIS r/ " 

, Muscular 

•jj DYSTROPHY 

NEWSLETTERS 

.OCCUPATIONAL 
' THERAPY 



OSTOMY 

•PARENT , * 
INFORMATION* 

d PHYSICALLY 
v .IMPAIFOBD ' 

RECREATION 

, RESIDENTIAL * - 

, RESIDENTIAL 

FACILITIES-KANSAS 

RESPITE CARE 

SPEECH 

SPINA BIFIDA' .:? 

• ' * ■' 

TRISOMY ,18/13 - : 

VOCATION .; ■' 
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Professional Articles . • " 

Wuiz, S.V., Hall, M.K., Klein, M.D., and Myers, S.P.. *A home-crefitefed 

Instructional Communication Strategy for Severely Handicapped Children. 
Journal of Speech and -Hearing Disorders f in submission, 19.81. 

Family involvement is an essentia], element o£ language intervention with 
severely handicapped children for several reasons. First, the parent- 
child interaction is the focus of normal language .development, and can be 
a powerful impetus in language learning for handicapped children. Second, 
limited generalization and maintenance of skills 'often .occur whei> they 
are acquired in environments that do not al&> teach 'the appropriate use 
qf skills. "Third, parents can be successful intervention agents and may 
generalize their skills to other interactions with their child. 

Training conducted in the home must be compatible- with that environment: 
it should involve bnly those skills that are of immediate use in the home. 
The Instructional Communication Strategy described herein represents such 
a program. It is a synthesis of^training strategies used-with normal and 
handicapped 'children, and is., applicable regardless of child's level of 
functioning, age, or handicagpin^conditions. 

r > 

This training model involves considerable modification in the role of 
speech-language pathologists dealing with the severely handicapped. The 
professional's skills are best utilized for assessment, program development, 

. monitoring progress, and training specialized skills.' The parents provide 
mast of the dirfeqt training. Thus^both parents and professional^ a?e 

- utilised for their- maximum benefitto the child. ' " 

WuU, S.V., Myers,. S.P., Klein, M.D., and Waldo, L.J- Unobtrusive Training: . 
A home-centered model for communication training. "Journal of the- 
Association of the Severely Handicapped*, in submission, 1981.. 

This paper discusses a home centered communcation training^ model for 
severely-multiply handicapped students. This model introduces an "unobtrusive 
training" strategy which utilizes parents as primary intervention agents. 
For training to be unobtrusive it must be functional, in terms of the training 
context^ responses trained, and reinforcers selected. In addition, \raining 
must be natural to the home environment, and responses nvustl>e easy to teach. 

* * * 

Three types of unobtrusive training have been identified, and are discussed. 
^ These consist of an exposure technique, incidental teaching, and reinforcement 
' of spontaneously .pccuring responses. Finally, advantages of unobtrusive 
home training are outlined. Specifically thes6 include simplicity, normality, 
and adaptability. The unobtrusive approach to communication training is 
viewed as having distinct advantages over other -models in terms of increasing 
the probability of -generalization, maintenance, and, spontaneous use of 
commuriication skills. 
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- Appendix A: CCC Modejl Development ; 

' v ^^^^ • 9 

The CCC Curriculum ana Family Involvement components were the culmination 

*** ^ • 

of a twof-year development and evaluation period. Six sources of input and 
information "were critical to its devel6pIt^^ : ^^^ an extensive review of the • - 
language 'training literature; (2)^ intensive interactions with teachers in three 
Severely multiply handicapped classrooms; (3) intensive" inter aqtion and consultation 
♦ With the parents, of children in the three development classrooms* ^<Jfr -feedback * 
ftom tile advisory council; (5) input from paid resource people/ and (6) professional 
feedback on the manuals * format and- clarity. , 

' ' - — - Literature Review - - ' 

I . The purpose of. the ^extensive literature reyiew was to identify existing 

programs for language Jmd" parent training to evaluate their usefulness for - . 

students who were ^severely and multiply impaired* Another objective 'of the 

- . literature reyiew was * to identify issues relevant and training, .especially the 

under lying assyunpticms" of ^ Jt^e programs , program planning strategies, decision ' ^ 
mating process; and s^lefetion of programs appropriate to students/. * 
~ ' \ - %n interprocess it - was discovered that there were several gaps in the 
existing language training literature. First, nonspeech training methods Mve 
not been weU- identified^: evaluated, or described. Second, the .existing programs 
f * il ? d „ to-jgfvi&e n^hocte;pf adding to tshe individual students particular 

- limitations, or strengths/ that is", the programs did not adapt well, to in^vidual / " * 
differences^. SEhird7*£^e -f\mbtionatity*,of training was often limited., 

: Tfeyiew^of 1 the parent and family involvement literature itidic^iedl that on .. 
the basis of this extensive literature review, we developed some underlying 
, assumptions for the, CCC Program .' (see. page 4 Curriculum Guide}. • ' 
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Interactions with Teachers and Students 



*' Thfere w6ite three classrooms included ifu^he development process. Two 
of the classrooms .tfere in the local OThool district and' one classroom was 

. * located at Kansas Neurological IristitvrtSe, k st^te initiation for Retarded 

'/ * • .* • • . ' * » ' i i *■ 

'Children. A total of . twenty-skx stu^feiits w£re involved ,$n *these classes alotfg 

',;/, *• - . . a . 'if:* 4 ' . w ■ V/.. , v -? - - v 

. with three' t^achets and Tiine^ paraprofessional?. /£he students ra'hged in age 
jj " , .;froitf £jlVe to twenty- two {Average age 13-8) v MCs'fc of . t^e .students we#e... 

."^se^er^xly ."or -g&fpyjtidly re tarded,'/, one,. student .was moderately retarded with, 



.1,.. seyfc^e Jphy'sipal impairiri^ts. ^p' students Jhad ^ % . 

.v.\as well as: development^ '-y ' - '^-J . V:^ 5 /;> 

. , Ohe CCQ ? professional wa£ as&i%ned to each classroom with two .purposes. -„"'. . "V 

3$ie H):st, faction. Ws to consrult and provide, input 'to the cXassrMm.t%acfeer v 

, ^ ;* : ' ' - . - ■ -J * > 

^ and paraprdfessionais when reqB.^sted^ This included ^§sist'iQg i^.idevei^ping* ^ V J^-.'l^ 

programs, monx.tormg, aijd/or xntejfptetation of data^ The second, function of ■ . /» ' 

, V \tiic . con^ult^tnt was to obS^jNe the. classrbom/to .Setermihe wltat. .the general. .. .. 

' ..^ activities in the classroom w<ere., how , 4 the Students, used, language ^ how'Jphe ^ ' ' ' 

te^Qhers responded to that Xanguage / and what the needs, of the. teachers, and ' 1 

- — v— — -v:r. - " ■ - v - — — - ■ - ' -fr/- ' , \ ; - ; -A^;v'r ;- - - 'r- ' - v'-ssc" >/r^" ^r* 

1 students wefe. -;.;'*/• ' . ■* "* * ,: '' -\. ;> • " * f 'V;..-- ; - ' . A *: 

In a meeting qhce a.v^ek/ the conisultants. met ahd\discusse| iher fcesult^ l ^ - 

ot their data colle.ctlbh they, worked tctgettex on the. . ' ^ . // 

. * y} Jhtef actions Par^nfes = - ' . - ' " ^i-:^^',' 



the pairetft^s of. the public scl^^ci^^^^u4egt3 v?fere^ jlntfehsi^Jly ^r^Xv^^.v-;-.';^ 
in the de^eiopment .oC ttie ^C^'CurrIauXj#^ "^ay met witft .tftfe p^x^iic- trainer , f't 

.'itfia i^rent c^i^uitant once a we#,' and discussed issued .of Interest or ' eonaehn ' ' v " / * \ ?~ 
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tathenw Among those issues that the "parents were interested in were the 
legal rights to education , the IEP process^and communication programming. 
Thus,,, these topics w.ere.^ire seated t$ the' parents in,jfche parent groups and 
then included in the manrual after the parents 1 feedback was obtained. 

An inservice for communication programming was also given. Following 
the inservice parents, in cooperation with the parent trainer, designed 
programs that were compatible with their usual schedule at home ("unobtrusive 
training"). Their input and feedback was critical to the development of both 

m \ 

the CCC Curriculum and Pafnily Involvement Components. 

\ . 1 * 

• . 9 Input *f rom Paid Resource People ♦ 
These processes of collecting direct experience with the needs of class- 
room teachers and parents of severely multiply handicapped students were 
sj^lemgnted by input from other professionals. The CCC Project was fortunate 
to t^ave national, experts on language training with retarded children at the 
r. ^yniveajsity of Kansas* -i* w . * 

M.;. *to u 9 Guess^ Ed^D. j&f th£; University of Kansas Department of Special 
'Education presented a workshop tc th&;CCC Model Program staff entitled "The / 

- ' H-'V.. " ; : ■ > ■ * i 

Us'e 'ot Functional Curriculum Sequencing S^tr^tegy to Teach Speech and Language 
v s 'Skills to Severely Handicapped Students"-* , . Amdhg ttW topics , discussed were 

: t"v . \ ^v-"' - -V\ r . ' J, • , \ . '■ - s . 

the utility o£ massed <vsrsus spaced traim£n$ trials oa general iisation, 
i^iatefirance, ,and spontaneous use of language *^|jj k s' / ntethodjs of incorporating 
Jxaitiing into o^plng afctivi^es/an<Lm^ tfaining goals 

within a single training sessidn* -"These issue^.were 'applied directly, to 
observations t}ia6 the staf£ had made in/their consultation classrooms! 
* . ,^nn Bogers-Warr^i> Ph.D. of the University of .Kansas* Early Childhood 
, .Institute is ^n'e^rt,. in/'Mlieu trailing" orjnetty'dds of adapting the , . 



environment to facilitate language use *and development. Furthermore, her 

x \ . . -• .. 

extensive experience with this population wa^an assejt in applying her Current 

* 

Research to saverely multiply handicapped students^ She provided direct 
feedback on the procedures and concepts developed by the, CCC Model Program 

•"71 ' " . • ■ • ■ • " 

^tj&ff. She offered ideas on incorporating communication stimulation into the 

J ', 'J. . - » >rt^' 

.language training sessipn or groups, methods of assessing social validation, 

* - - y < 

and considerations for *je*asurerrtent > o£ language behaviors from teachers and f 

i • — > a * 

students. This visit ai)d her input resulted ya a number of revisions in the 
CCC Model Program* •process. , . \ 

j Tom M. Lo'nghurst, Ph.D., Associate Professol at the* Kansas State University 
py6vided feedback and recommendation regarding .an assessment instrument (the 
Total Communication Checklist Assessment, for^ selecting a primary communication 
mode* for severely retarded .subjects.) This feedback was used to modify the 
format and presentation of .the instrument, although its validity was unaffected* 



4 

Advisory Council Feedback 
On the basis of the observations and consultation with teachers, students , 

and parehts, an extensive literature review, and, input from other experts in 

> * 

related fields, ths CCC Curriculum Manual (First Draft) was ^written. This -draft 

qf. the manual was sent to the Replication classrooms (see the following section) 
and members of the. advisory council. On the basis of the feedback of teachers/ 

: 

parents, 4 and the advisory cbuncil, the revised or final version of the manual 
was written. 

* 

Advisory Council membeps included Ann Rogers -WarxrerjL (University of Kansas)., 
Doug Guess (University of Kansas), Dennis Keeling (Norton State Hos^tal* 
DirlSctor' of Speech and Hearing), Dr. Pamela Landon (University of Tennessee 
School of. Social Work), Ron fasmore (Director of Speech and Hearing, Winfield 



t 
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State Hospital) , 'karen T^ska tMother of a severely multiply handicapped child), . 

Ann Turnball (parenting specialist, .Bureau pf Child Research, University of, 

Kansas), Mary Ann Keeting- ([Speech Pathologist, Capper Foundation for Crippled 

Children), Tom Longhurst (Professor of Speech Pathology, Kansas State University), 

Perrin Riggs (teacKer, U,S.D. 501), Rhonda Eye (Outreach Specialist, Kansas * ^ 

State. Department t of Education). In addition, Donna Mirfces and Greg Owen from 

the Project Development Assistance System reviewed the products for formatting 
• * 

consistency/ . ✓ ^ , \ 
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Appendix bIC CCC Mod£l Replication . 




) Description" of Replication Process 

v ■ . • • •> Z • ~~ 

Replication activities for .this program can be divided roughXy into three 

phases; planning, intervention^ and follow-up. Planning ocqurred during the' 

•* ^> - - - ^ 

last half of year two, with interventi and follow-up occurring during year , 

three, * * < •. „ 

* *' > 

Planning . r : ^ > • - " * 

Plranning activities during the replication phase Of /the project centered 
on identifying public school programs that were eager to use the model and 
that were judged t by our staff as having a good prognosis for successful * 
replication. Prognosis for replication was estimated across the following* 
variables: , local leadership and teacher .support ^of the program, management 
lines between administration and teachers clearly defined and cooperative, 
local district's capacity to accept change, arid teacher competency. 

The process used to identify and select replication- school programs is 

'.• f - ^ 

listed below. * * 

»' s * * - . 

, Stepl: "Introductory padket mailed to all Kansas special education 

♦ * * * 

administrators having programs for severely multiply 

handicapped students. ^ 
Step 2: Follow-up phone calls, and letters to identify programs 

interested in replication. * * 

Step 3: Program materials and tentative interagency interaction agreements 
, ^ distributed to interested programs. c 
Step 4: Interagency interaction agreements 'finalized through negotiations . 
^ and signed by all parties involved, ^ 



Figure 1 is" a copy ;o£ an interaction agreement from x 9ne of the school districts 
serving as a "(instant 11 replication site. ^Each district's agreement read 

j- :v / v """i*" ^ insebtt-Figure-i about here • . ^ 

differently depending on the replication strategy involved (see next section , 

^ . • * t t 

"Intervention 11 ) and the specific negotiations madt to firfalize the agreement. 

^ " , >' ■ * 

As a result of this planning process,, nine public school programs, signe'd 
t ' - , ' , 

interagency interaction^ agreements, consenting to replicate parts or all of 

the, model. Additionally, four .classrooms^ at Kansas Neurological Institute 

were identified as replication programs^ Figure 2 describes the replication 

sites. ' > , . y , 

, " Insert Figure 2 about .here 

All studehts served iri the replication classrooms were of school age 

(3 to 20 years of age) and all we^re severely multiply handicapped.- That is, 

visual, hearing, medical, emotional and/or physical handicaps accompanied 

the mental retardation in all of the students. 

Intervention * * 

The staff of the Model Program and replication classrooms interacted from 

late August through, April of tTie 1980-81 school temu Three separate intervention 

strategies were employed difring this time (see Figure 3) . The classroom in each 
# . 

strategy provided specific replication data useful in revising the mbdel 

■* i . 

components* - ' ; . ^ 

Insert Figure 3 about here 
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« • August, 1980 

Figure Ij * - * • / 



INTERACTION AGREEMENT BETWEEN 
DISTANT • SCHOOL DISTRICT AjId THE CCC MODEL PROGRAM 
----- - ~ * Atrgu§rraa80 ehr6ugh April, 19'81 



The replication site Ci.e., school district) wilPfre responsible for meeting 
the following objectives , * J ' : " 

1. Read and study the curriculum, family invofvement, and parent manuals within 
the first week of school, t - \. > 



2 



Use as much of , the manuals as you feel comfortable using. 

* ( x " v < r 

3. Complete the following questionnaires: ' f ^ 



a. Social^ validation questionnaire twice a year. 

b. Questionnaire on project concepts twice a year. 

/ . \ ! 

Conduct a weekly meeting between teachers, speech pathologist,' and para- 
prof essipnals . to discuss training and. Replication conc^tns. / 

Provide the fpllowing items when the project staff visits: 

• L . " \ 

Graphs of CCC communication programs. N . -il 

b ( . Written CCC communication programs, if available. ^ 
- , . x • '. '\ ' 

6. ' Allow the project staff to observe the classroom, and meet with the staff. 
• while visiting the site. ' ' < 

The CCC -project staff will Irresponsible for meeting the following objectives . ""' 

\. Provide copies by the mitidle of" August, 1980, o^ the curriculum, family 
involvement and parent Anuals for all staff and parents involved., 

2. Copy and send all addendums and revisions to the manuals when they are' completed. 
3\ Be available to c answer questions over the telephone or by mail. , 

4. One of the project staff will visit the site at least once' during the second 
semester. ' ^ • \ . » 

5. Provide 0 copies of the completed manuajs. ( - ' \ ^ * ^ ' -» 

6. / Provide further inservice if funded by Lhe school district or -State Department? 

of Special Education* ' \ * 



\ 



Ik Provide copies of a parental <jonsent E6rm. 

8. .Insure anonymity of students, parents, teacher^, and districts in reports" 
and articles. " - ' ' 



Figure 2: description of replication sites 
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Program * A of J * of - # . # of • - # of # of 

Classes Teachers Para- Speech Students 

Professionals 



Public 

, School A , k 2 

r . • ^ 

Publico . 
Sch6gl B 1 



r 1 



Public ( 
School C 



< 2 



, 1 



Public 
SChooJ, D. 

Public 
School E 

Public 
School P 

Public^ 
School G 

Public 
School H 

Public 
. School I 

KNI 



Y 



i 

« 

4 



2 , 



2 
7 




1 
0 



7 
8 



TOTAL 



15 * 15 



27 
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* This number represents the number of students involved in replication 
programs, ^n some cases; this number is less than the total number 



of students in the class. 
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' Figure 3: , Intervention strategies during replication 



Replication , 
Strategy 



Programs, 
Included 



Pjrpo 



se of Replication 



Primary^ Interaction^ 
Process involved ^ 



Involved replication 
with program 
development 



KNI 
(4 classes) 



Involved 
'replication 



3 Public 
Schools 
(5 clateses) 




s 



Distant 
replication 



6 Publid 
Schools 
V (6 classes) 



In depth data collection 
and consultation to 
insure program adoption; 
research/development" to 
resolve programming 
problems identified 
during replication. 



Monitor program adoption 
through use of written 
materials and regular 
consultation to insure 
•ogram vailidity. 



Monitor program 
adoption through 
use of written 
materials only to / 
measure program 
replicability. 



n 



r 



Daily observation 
to record training 
and reliability 
data; weekly staffings, 
to monitor changes* 
and progress; programs 
provided directly to 
classroom staff by 
model consultants. 

Weekly/monthly meetings 
to mojfiitor data 
and child progress 
and to staff changes. 
Occasional class- 
room observations. 
Phone calls and letters 
as needed. Classy 
room staff moderately * 
independent in 
designing programs. 

One meeting during 
s'econd semester to 
identify problems; 
and collect • 
r epl i ca t i on ~da t a ; ^ 
phone calls and 
letters as .needed; 
classroom staff 
completely independent^ 
in designing progre 
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Follow-up " , . 

Replication activities were completed in April, 1981. The follow-up 
activities included letters of appreciation to teachers and administrators, 
ccjmpletion of social validation questionaires by involved and distant site 
teachers, and dissemination of revised materials. 



• Exampj.es of Replication Data 

The success of program replication was measured in three ways; teacher 
adoption ^as^indicated by programs desigrfed using the guidelines presented 
by 4 the CCC Model, child progress, 'as indicated by criterion performance 
Achieved on CCC programs; and teacher satisfaction with the CCC Model, as 

. / 

indicated by responses on social validation questionnaires. 
Data from Involved Replication with Program 'Development . 

Because /6f the high degree of . CCC Coqsult^rtg interaction in .the KNI . 
replication classrooms, only child progress data were collected at this site. 
Furthermore, because KNI is an institutional setting, the parent comppneht was 
not replicated in these classes. , " * 

Example of Child Progress . . — - 

* , The case study represented below is an example of how the KNI replication 
classes were used to. further verify procedures in the program. Other students 1 
programs at KNI investigated the '"More", "Initiations' 1 , and "Environmental 
Manipulations" procedures presented in the Curriculum Guide. 

f 

One class 1 regular snack period was identified as the ideal setting for 
language training. The students' responses were selected indi^^dua^ly based- 
oh three criteria. First, the responses should be in the, student 1 s potential 
repertoire (easy tQ train and/or prompt) . ^Second, the responses should occur 
at a low r^te before training. Third, the Responses should be an improvement 
(more complex or appropriate) over the student 1 s spontaneous "request" behavior 
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* . * 

before training. This resulted in three students learning "Requesting by 
Choice" (RO-touching juice, CH-tou5hing jjiice, and Mi-reaching for juice), 
three students learning "Requesting by Signs or Speech" (Rl-saying "juice", 
HA-signing "Drink" , DE-signing "drink"), and one Who learned "Requesting by" 
Communication Boards" m (JA-poirtting to a picture of juice). « 

The students were trained during their snack period. ^ They 'were seated 
at a table w^th a pitcher ofr juice in the middle. Empty curs were set in * - 
front of each student. The teache? skt* frith thej students at the table and, ' 
maintained a posture of attention J looking at the students silently) for one ? 
minute. * ' 

During baseline, the students were ^bserved for any requesting behavior 

that; might h&ve occurred during the gne-minute pause. I£ any gesture, sign, 

4 

speech, or motion that communicated "requesting" to the teacher (and reliability 
observers) occurred at any time during the one minute pause, the student wds 
given the juice immediately. If no -requesting* behavior occurred, the students 
were ndt given any juice. (This* represented nondif ferential reinforcement for 
request responses) . 

During intervention, the students were given juice only if they produced 

. df > 

the t^rgetted requesting Responses. If ,they failed to produce the targetted 
response in the one minute 'delay period, a series of prompts was employed to ■ 

X- 

elicit the response. Unless a student resisted the prompt, each^ trial 
terminated with reinforcement during the intervention phases* 
i Three trials were maximum each session. However, the purpose of training 

was to teach independent spontaneous xpspQn/res; therefore, only the first 

* * * * 

trial in each Session was included in criterion measures (»and graphed) , , 

» * *c 

^Reliability samples were taken regularly throughout training and ranged from 

|3% - 100% asreement overall. The average percent agreement was 94%. 
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The results are shown in Figure 4. As indicated by these data, reinforcement 
was sufficient to establish .the selected response for three of the seven students. 
These results are very important. First, the reinforcement was nondif ferential — 
any requesting behavior would have been reinforced. Therefore,, these data ^ 
indicate that the responses selected for the students were appropriate; even 
nondif ferential reinforcement increased the frequency of responses. Second, 
nondif ferential reinforcement increased the responses with very little training 
effort and no prompting. The pause may be critical to increasing responses 
when students have them in their repertoire already (see Halle, Marshall, and 
Spradlin, 1979) . 

Insert ^Figure 4 about here y 

The four # other students acquired the targetted responses following 

intervention. Again, f relatively little training time was required to establish 

„ these responses (there was a maximum of three trials per session) . All students 

acquired spontaneous responses, although the prompt hacl to be terminated for 

HA before he produced the responses completely independently (during the prompt) . 

Data from Involved Replication . 
* * 

Program replication was measured through written programs, student progress, 
and teacher satisfaction at these three sites. * 

Written Programs . Figure 5 is an example of a program written by a tpache^^ 
in one of the. " involved" replication classrooms. The program is concis^r^and 
specific. The procedures follow the basic guidelines of the curriculum as it 
was designed at the time this 'program was written. 

Insert Figurd^ 5. about here 

Comparable written programs were designed for most other students at these 
sites. In addition, teachers at these sitds were observed incorporating 
Curriculum procedures into programs in other domains of the classroom and into 
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Figure 4, The results of "Request; 11 training conducted with eight students in a 
group snack setting in an "involved" replication classroom at KNI, 
Request responses were scored: (A) spontaneous, "unprompte^responses^ 
(1) responses following a question cue, (2) responses ^following an J 
instruction cure, (1) responses with physical, assistance, and (1) 
\ resisted prompt or prompt not given* 

tR$C 57 



figure 5: Example written program from involved public school replication site. 



Objective 



Sitting in chair ^behind screen, student wiil reach toy k 
when it is presented to him and will hold toy with minimal 
assistance 90% of the time for; 3 consecutive days. 

— -— - - = ^/ ; ■• 



Rationale 



Increase attending skills; teach * r mo4re" concept; 
improve motor skilly. *• 



Scheduling 



.10 trials presented 5 days p^^week' 



Materials 



Small chair,, data sheet, pencil, screen, toys 



Cue: 



"XNam.e)., :see toy? *Want to play?" 



Position 



Student-will /be slotting in a chair, feet touching floof, hands 
in lap. . Student will be behind a screen in a quiet atea. 



Baseline ^ Place student in chair, sitting directly opposite trainer; 

give the cue; record independent reaching of toys; do 10 
, trials, recording each; run baseline until data is stabilized. 

— • J '.- — ■- — 



Task Analysis 



Step 1 : Student in chai», trainer sitting directly in front* 

Trainer gives command "(Name), see toy? Want to play?". 

Give student 30 seconds to respond. If no attempt is made, 

trainer wil2^rompt-«tudent by-touching hand. If still no 

response/ a complete put-through is used. . 

Step 2r t- Same as above but student is required to hold toy 

for an increased length of time* 

Step 3; Same as above,, but screen is removed. 



Criterion 



Throughout the steps student must have 90% independent, responses 
in 3 consecutive sessions. ; . 



Reinforcement 



Praise and placing with the toy. 



Next Program "Choice" 
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J. their general iftt^ractions with the sWdwts j3uri.ng t#e day, r ^ V* 

- ' ..^ :> wi« *' ' . \- - - ^ - i .. . . , 

, . . Child Progress , figure 6 presents the data for the ^tudeht. tAightvuSiijg. 
the .program presented in. Figur.e 4* $iie stiatfeat acquired tfe'.t&gtit tespohseV 



in 23 sessions 



/ . . - ; - , Itfsejpt J Figure ^,^f>out^ere- *v v ' * . ♦ • /. • .. : 

• •' - - >- I , '. ' K • .' 

The jprogr^m data' display^ 'in Figure'4 is representative*, of ,tfte students' 
progtess across all involved, sites ^i.ffcy-nine pe*£ent c>£. th£ CCCVprograms at 
. these sites achieved criterion 18% -were approaching criterion (increasing 
- gjcaph^}; '23% were stabilised or, decreasing in respoQ^es rat£* '(percentages based 
on 3b pro^franis) , , therefore, 4 .the '^fogram K was siaccessfirlL with -at least 77% of 

the "severely 'multiply .handicapped ^tu*deht'$. i • 

. , - ' ■ - ' * i # 
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Figure 6. Acquisition of "more 11 response by 
a student in an "involved" public 
school replication classroom. 
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Teacher Satisfaction . Figure 7 presents in summary form the social 
validation questionnaire responses from teachers and paraprofessionals in the 

4 * 

5 "involved" replication classrooms. Eleven teachers and paraprofessionals 

received ques-tionnaires and ten were returned. 
»" 

Insert Figure 7 about here 

« * 

Data from these questionnaires indicated the replication teachers found 

the model effective in terms of child progress and parental enthusiasm for 

communication. Responses indicated little change in the involvement between 

parents and teachers aS a result, of the Model. These data are mos^fc likely 

attributable to the schedule of Model intervention. Model materials were 

not delivered to the tead^fcrs tmtil late August, pa^t the time ,when. several * 

parent involvement activities were to be. initiated. All involved site classes , 

however, requested the amended Model materials and stated they intended to. 

• ■* ■ 

continue to use the Program. 

» • 

Data' from Distant Replication . * * 

Program replication at the "distant" sites produced the same type of data 
as that discussed for the "involved 1 ' sites,. 

Written Programs . The majority of the distant site teachers showed a high 
degree of adoption of the Model through use of only the printed materials. 
Figure 8 is an example program written by a teacher in one of the "distant" 
classrooms. The program is very complete and adapts the Model procedures as 
designed. * 

Insert Figure 8 about here 
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Figure 7: Social validation responses from "involved* replication sites. 



Question \ 



Response 



Did the .project improve your class 
and/or programs? 



90% Yes 



Did the parents demonstrate any change 
in interest or enthusiasm for 
communication? < c 



Did Teacher involvement in 
the home increase? 



88% Yes 



20% Yes 




Did parent involvement 
increase in the classroom? 



12% Yes 



How useful were the Communication 
Curriculum materials? 



48% were using, comparable procedures 
before Model intervention 

45% started new procedures after 
Model intervention 

8% considered Model intervention 
not applicable 



How useful were the family 
involvement materials? 



51% were using comparable procedures 
before Model intervention 



35% : <started new procedures after 
Model intervention 

2% will start next year as a 
result of Model 

12% considered Model intervention 
not applicable. 




V 
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Figure 8: Example written program from "distant" replication site. 

* • 

Program Title : "MORE" Program 

Author : Teacher Person Responsible ; Teacher 

Instructional Objective ; Given the cue, "(Name), want more banana?" the 
student will gesture to indicate she would like more banana within 10 seconds 
of cue for 4 out of 5 trials each session for 3 -consecutive training days. 

• 

Rationale ; This program is designed to teach the student to indicate she wants 
more when asked. m This will help the student interact and express needs and 
wants to others. 

Functional Scheduling ; During the scheduled snack time during school day, after 
student has already been given one bite of banana. 

Materials ; Peeled and cut banana, pencil, data sheet. 

V 

Cue : " (Name) ; want more banana? 11 

Data Recording ; Use a 5 trial data sheets During baseline record a (+) if 
the student gestures within lo seconds, or a (-.) if no response. During 
training record for each trial a (2) if the student gestures within 10 seconds, . 
(1) if she gestures after prompting, or a (0) if physical guidance is given. 

Baseline :. Give Cue, 11 (Name) 7 want more banana?' 1 I^f the student indicates by y 
a gesture* she wants more, give a small piece of banana and .record a (+) but 
give no other reinforcement. If response is negative or there is none, record 
a (-) and give no banana. Run 5 trials each session with 1 session per school 
day. A trial consists of giving cue and the student either responding or not. 
Run baseline for at least 3 days, or until data stops fluctuating, but not 
longer than 7 days. 

Training _ Procedures : Trainer gives cue, "(Name), want more banana?" If the 
student indicates by a gesture she wants more within 10 seconds, reinforce by 
giving a piece of banana and social reinforcement as well, such as verbal praise", 
clapping hands, pats ^on the back, etc. If the student does not respond with 
a gesture Within 10 seconds give prompting such as modeling or more verbal 
instructions or encouragement. If the student then responds by a gesture give 
some banana and social reinforcement as above. If student does not respond withi 
10 seconds/ physically guide him/her in the gesture and give no reinforcement. 
Begin another trial and continue in this manner until at least 5 trialsNfcave , 
been completed during session. Continue training until the student responds to 
the cue and a gesture within 10 seconds for 4 out of 5 trials for 3. consecutive' 
training 'days. 

Refer to Data Recording section for instructions on recording dkta. 
( * t 
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Figure 8: Continued - * 55 



Criteria ; The student will gesture within 10 seconds of the cue, 

" (Name) , want more banana?" for 4 out of 5 trials each session for 3 consecutive 

training days. • \ t 

Graphing ; 4 0ne graph is needed for this 'program. Along the left-hand side put 
the Percent Correct, Along the bottom put the Session Number and Date, Along 
the top put the Program, Student, Trainer, and^ JR^inforcer. 

How Reinforcement Will Be Faded ; At first reinforce with both banana and social 
reinforcement each time the student gestures to indicate she wants more. 
Gradually decrease the social Reinforcement toievery other time, then every 
third time. Continue to give the banana each time she responds correctly. 
Eventually drop the social reinforcement completely with the banana being the 
only reinforcement. 

Next Recommended Program ; Another "More" Program using a different activity 
that the student enjoys. 



CCC * 

Child Progress , Figure 9 presents, the data for the student taught using 
the program presented in Figure 8. The student acquired the target response 
following 17 training sessions. 

Insert Figur^ 9 about here 

Graphed data from all of the distant replication sites were not available for 
summarizing. Narrative reports and review of available graphs and raw data 
indicated progress results as positive as that from the "involved" sites. 

Teacher Satisfaction * Figure 10 presents in summary form the social 
validation responses from teachers and paraprofessionals in the six "distant" 
replication classrooms. * All 13 questionnaires sent were returned. 

Insert Figure -10 about here 

Daja from these sites were very similar to those from the "involved" sites. 
Hqwever/ the "distant" site staff indicated a higher percentage of new 
procedures used as a result of the Model, intervention than did* the "involved" 
staff. All "distant" site classrooms 0 requested the revised Model materials 
and all plan to use the program next year. 



Baseline 



10.0 



50 - 



0 . 



Training 

I Non-prompted > Prompted Non-prompted 




Figure 9. Baseline and training results of a "more- 
response in a "distant" public school 
replication site. 
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Figure 10: Social validation responses from "distant 11 , replication sites 



Question 



Response 



Did the project improve your 'class 
and/or programs? 



-teq% Yes 



Did the parents demonstrate any 
change in interest or 
enthusiasm for communication? 



67% Yes* 



Did teacjier involvement in 
thcuhome increase? 



25% Yes 



Did'*parent involvement increase 
in the classroom? 



12% Yes 



v 



How useful were the Communication 
Curriculum materials? 



How useful were the family*, 
involvement materials? 



3o%* Were ,using * comparable 

procedures befpre Model 

intervention.* ?ff^ 
52% started ' new procedures as 

a result of Model/ 

intervention; ; 
6% Will start new procedures 

next year as a result of 

Model inter Venti6n. 
11% Considered Model 

intervention not applidaJile. 

i - \ 

45ft were using comparable 
procedures before JModel 
intervention. * 

.31% Started hew procedures as ' 
.a result 'of Model N 
intervention. v * N 

"12% Will start new procedures^ « , 
next year as a result c^f 
_ Model intervention. ^' 

12% Considered Model intervention 
npt applicable. * * 
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Appendix C: Dissemination/Extension 



Workshops 



April 1981 



Classroom programming for communication with the severely 
handicapped. Kansas State Department of Special Education 
(Great Bend, KS) . 



March 1981 



April 1980 



March 1980 



v February 1980 



November, 1979 



March 1979 



♦ April 1979 



December 1979 



The Comprehensive Communication Curriculum. Kansas State 
Department of Special Education. (Kansas City, KS) . 

A one-day workshop on communication development for SMH 
students* Kansas State Department of Education '(Great 
Bend , KS) . 

Communication boards: assessment and development. Kansas 
Department of Education (Wichita, KS) . 

Communication assessment and programming for severely 
multiply handicapped children. Mountain Plains Regional 
Center for Handicapped Children (Topeka, KS) . 

Communication Training with SMH. Mountain Plains Regional 
Center for HandicappdS Children* (Topeka, KS) . 

Nonspeech communication training. Kansas State Department 

of Education. (Kansas City, KS) ; 
c 

Assessment for communication mode selection* University 
of Kansas. (Lawrence, KS) . 

j 

Interactions between professionals and parents of handicapped 
children. Kansas State Department of Education. (Kansas 
City, KS) . 



1981 



Requested Consultations 

Capper Foundation for Crippled Children, Topeka. Weekly 
visits fpr 4 weeks to assess and design intervention for 
one autistic-like student. . 



1980- 



Great Bend Severely Multiply Handicapped classroom. Two 
visits - one for assessment and programming and one for 
home involvement. 



1980 



Lyons SMH classroom. One visit to design communication 
board . procfteam for a severely* multiply handicapped st^ent. 
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j • Community Outreach * 

March 1, 1981 "Program strives to teach communication to the handicapped" 

V ; • 4 * by Vicki Hsytrer, Topeka Capital- Journal , p. 1. 

. > • 

* , April, 1981 . ' "Overview of thd^CCC Model Program". Presentation to the A 

* Kiwanis Club, Topeka , KS. 

\ 

July, ]£80 * Red Cross Handicapped Children's Child Care Training Workshop 

{ , Topeka, KS.* / 

«. ■ » 

Community Groups \ Deaf-Blind ^cfsk "Force, Stephen Myers. 

\ < Vutty Committee | (Citizen group to analyze services to 

^ rcandicdpped) ,' Stephen Myers. 

* T#pek£ ,Day C&re Association, * Stephen Myers. 

# Presentations * </ 

' * * Kl6iri, D. , Hall; M.K. and Wulz, S,V. Comprehensive 

i * Communication Curriculum for severely multiply impaired. 

\ *> • » American Speech and Hearing Association, Detroit, 1980. 

. » , ♦ Hall, M.K. Development of generalized language skills to 

• * cl^ss and community. The Association of Severely Handicapped, 

National Conferehce, Chicago, 111., 1980. 

Wulz^ S.V. An experimental analysi^of the generalization 
*• / * - .of a manual sign across environments. Applied Behavior • 

♦ * •. ' * Analysis Association, Dearborn, MI 1980. 

♦ m Carpenter, S., Myers, S.P., and Marshall, A.M. OvervigW * 

I of the Comprehensive Communication Curriculum Model Project. 

1 American Association of MeYital Deficiondf, Wichita, KS, 1979.' 

% J^. \ * ' * 

". 4 " h " r * * Marshall^, A.M. Non-speech communication training - Guess^ 

^/ -/ . * .' >/ ^ Sailor and Baer. Annual convention of Applied Behavioral 

J^;a;^V -2-^* • Analysis, Dearborn * MI, 1979. 

y: < • ' ; 

. V, . •% ' x * - Publications , ^ ; **f 

Manual Availability -Announceme nts 4 * t 



' 'The" A^sociatipri for Severely Handicapped (JASH) Newsletter, Fall, 1981* 
. SMH News*lfett^ r 'Kansas State Department of E^ucatipn, Fall, 1981. 
. SRIC Cle^riixghouser-pn Handicapped .and Gifted 1 Children, subm^tte^ August, 1§81. 



CurricuLum Products • > 4 

— — * . . . , * \ 

fSfee fcist-A) 



Parent Products 

# * « 

: (See List B)«I.-, 
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Manual Requests 



Universities » 
Institutions 
, Tea'chers 
Administrators 
Speech Pathologists 
Parents « 
Otheys 



Total 
• In state 
Out of state 



20 
9 
35 
19 
32 
25 
6 



146 
102 
44 



Product 



CCC Guide 
Parent Guide 
Teacher Guide 
TCCA 

Signing Manual 
Board Manual 



CCC Video Tape 



Product Availability * 

Order from 



Early Ghiidhood Institute 
DOCUMENT REPAINT SERVICE 

, University of Kansas. 

/Haworth Hail 
Lawrence, KS 66045 



Media Services 

Bureau of Child Research 

2601 Gabriel 

Parsons, KS 67357* 
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Appendix D; Reviewed References, for Communication Curriculum 

Part I: Language Training - * * ' 

r 

Allen, K.E. The language-impaired child in the preschool - the rble of the 
" teacher. The Directive Teacher . 1980, 2, 6-10, 

Alpiner, J.G., Araon, C.F., Gibson, J.C. & Sheehy, P. Talk to Me: : How Your 
Baby Grows . Baltimore: Williams and Wilkins, 1977, 

Arnold, S., Sturgis, E., & Forehand, R. Training a parent to teach communi- 
cation skills: a case study. Behavior Modification . 1977, l/ 259-276, * 

Baer, D.M. An age-irrelevant concept of development, Merrill-Palmer 
Quarterly of Behavior and Development , 1970, 16, 238-245. 

Baer,' D.M. & Guess, D. Receptive training of adjectival inflections in 
mental retardates. Journal of Applied Behavior Analysis . 1971, 
' * 129-139. ' 

Baker, B.L. Parent involvement in programming for developmentally disabled 
. \ children. In L.L. Lloyd (Ed.), Communication Assessment and^ntervention 
Strategies. Baltimore: University Park Press, 1976. 
; 'Baker, B., Brightman, A.J., Carroll, N.B., Heifetz, Li, & Hinshaw, S.P. 
Speech and Language: Leye>-H Champaign, 111.: 1978. 

Baker, B.L. & Ijg^fetz, U. The READ Project: teaching manuals, for parents, of 

retarded children. In T.D. Tjossem (Ed.), Intervention Strategies -for 1 ' 
High-Risk Infants and Young Children. Baltimojg: -University Park 
Press, 1976. 

Baker, B-.L., Heifotz, L.J., & Murphy, D.M. Behavioral training for parents 

of mentally retarded children: one-year follow-up. American Journal 

of Mental Deficiency . 1980, 8j>, 31-38. 
Barton, E.3. Inappropriate speech in a severely retarded child: a case 

study in language conditioning and generalization. Journal of Applied 

Behavior Analysis . 1970, 3_> 299-307. 

/ y . : ■ ' * V 
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<i 

Bricker, W.A. & Bricker, «D.D. A program of language training for the 

severely language handicapped child. Exceptional Children . 1970, J37, 

101-111. ' 
Bricker W.A. & Bricker, D.D. An early language training strategy. In R.L. 

Schiefelbusch and L.L. JJoyd (Eds), Language Perspectives: Acquisition. 

Retardation, and Intervention* Baltimore: University Park Press, 
Broen, P. A. The verbal environment of the language learning child, American 

Speech and Hearing Association Monographs , l'972, 17. 
Brown, L., Branston, M.B., Hamri-Nietupski, S., Pumpian, I., Certo, N., & 

Gruenewa^d, L. A strategy for developing chronological age-appropriate 

and ftinctidnal curriculum content for sevorely handicapped adolescents - - 

and young adults . Journal of Special Education , 1979, 1J3, 81-90. 
Brown, L., Nietupski, J., & Hamri-Nietupski, S. Criterion of ultimate 

functioning. In M.A. Thomas (Ed.), Hey, Don't Forget About He. Reston, 

Va.: The Council for Exceptional Children, 1976. 
Brown, R. A. First Language: The Early Sta/rcn. Cambridge: Harvard University 

Press, 1973. 

Brown, R., Cazden, C. & Bellugi-Klima, U. The child's grammar 'from I-II. In , 

J*P. Hill (Ed.), The Minnesota Symposium on Child Psychology r%l. 2. 

Minneapolis: University of Minnesota Press, 1969. 
Browning, R.M. & Stover,- D.O. An Experimental" and Clinical Approach: 

Behavior M odification in Child Treatment . Chicago: Aldine and Atherton, 

1974. 

Bruner, J.S. The ontogenesis of speech acts. Journal of Child Language . 
1975, 2, 1-19. 

Carr, E.G., Binkoff, J. A., Kologinsky,- E., & Eddy, M. Acquisition of\sign 
language by autistic children: I - expressive labeling. Journal of 
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Applied Behavior Analysis , 19?8, 11, 439-501. 
Carrier, J.Kr, Jr. Application o'f functional analysis and a nonspeech response 

mode to teaching language. American Speech and Hearing Association 

Monograph 18, 1974 • / 
Carrier, J.K. & Peak(^ T. Hon-rSpeech .Language Initiation Prggganu Lawrence, Ksr 

Ii & H Enterprises, 1975. 
Casey, L.O. Development of communication behavior in autistic children: a 

parent program using manual signs. Journal of Autism and Childhood 

"Schizophrenia , 1978, 8, 45-59* 
Cheseldine> 3. & McConkey, R. Parental speech to young Down's Syndrome 

children: an intervention study. American Journal of Mental Deficiency , 

1979, 82, 612-620. ' 
CIpzv, G. Modification of the Mother-Child Interchange in Language, Soeectu 

and Hearing . Baltimore: University Park Press, 1979. 

f 

Cone, J.D. Assessing the effectiveness of programmed generalization. Journal 

of Applied Behavior Analysis , 1973, 6, 713-718. 
Coplan, F. The First Twelve Months of Life. Hew York: Grosset & Dunlap, 1973. 
Costello, J .11. Programmed instruction. Journal of Speech and Hearing Disorders , 

1977, ^2jl 3-23., * , . 

Cross, T. Mothers 1 speech adjustments: the contributions of selected child^ 

listener variables. In C. Ferguson 'and C. Snow (Eds), Talking to 

Children: Language Input and Acquisition . Cambridge: Cambridge University 

p 

Press, 1977., ' V 

Cross, T. Mothers 1 speech and its association with the rate of linguistic 
development in young children. In N. Waterson and C. Snow (Eds.), 
The Development of Communication. New York: Wiley & Sons, 1978. 
Culatta, B. & Horn, D. Systematic modification , of parental input to train 
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language symbols. Language, Speech, and Heading Services in Schools, 
1981, 12, 4-12. 

Dale, P.S. • Language Development: Structure and Function , New York: Holt, 

Rinehart, and Winston, 1976. 
DeVilliers, J,G. & Naughton, J#M. Teaching a symbol language to autistic 

children. Journal of Consulting and Clinical Psychology , 1974, £2, 

Dore, J, Holophrases, speech acts, and language universals. Journal of Child 

Language, 1975, 2, 21-40. 
Ferster, C.B. & Perrott, M.C. Behavior Principles . New York: Mew Century, 

1968. ' 
Ferster, C.B, & Simmons, J. Behavior therapy with children. Psychological 

, Record, 1966, 16, 65-71. 
Fitch, J.L. Treatment of a case *of cerebral palsy with hearing impairment. 

Journal of Speech and Hearing Disorders , 1972, J37, 373-378. 
Forehand, R. & Atkeson, B.I1. Generality of treatment effects with parents as 

therapists: a review of assessment and implementation procedures. 

Behavior Therapy . 1977, 8, 575-593.' 
Forehand, R., Sturgis, E.T., McMahon, R.J., Aguar, D., Green, K., Wells, K.C., 

& Breiner, J. Parent behavioral training to modify child noncompliance: 

treatment generalization across time and from home to school. Behavior 

Modification . 1979, 1, 3-25. 
Foster, M., Scanlan, J., & D 1 Antonio, A.H. Training for Home Intervention . 

Nashville: John F. Kennedy Center for Research on Education and Human 

Development, 1974. '* 
Fraser, C. & Roberts, N. Mothers r speech to children of lour different ages. 

Journal of Psycholinguistic Research , 1975, 4, 9-16. 
Fristoe, M. & Lloyd, L.L. Signs used in manual communication training with 
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persons having severe communication impairment. AAESPH Reviev^ 1979, A> 

364-373/ ' ? 

Fulwiler, R. & Fouts, R. Acquisition of American Sign Language by a non- 

' communicating autistic child. Journal of Autism and Childhood Schizo- 
» 

phrenia, 1976, 6, 43-51. * . . » . 

Garcia, E. The training and generalization of a conversational speech form in 
nonverbal retardates. jQurnal of Applied Behavior Analysis , 1974$, 7, 
137-149. 

Garcia, E., Baer, D.M., & Firestone, I. The development of generalized 

imitation v/ithin topographically determined boundaries. Journal of 

Applied Behavior Analysis , 1971, 4, 101-112. 
Garcia, E.E. £ Batista,* Wallace, 14. Parental training of the plural morpfceme 

in normal toddlers. Journal of Applied Behavior Analysis , 1977, 10, 505* 
Garcia, E.E., Bullet, J., & Rust, F.P. An experimental analysis of language. 

training generalization across classroom and home. Behavior Modification , 

1977, 1, 531-549. 

Garcia, E.E* & DeHaven, E.D. Use of operant techniques in the establishment 

4 

and generalization of language: a review arid analysis. American Journal 

of Mental .Deficiency , 1974, 72, 169-178. 
Garcia, Guess, D., & Byrnes, J. Development of syntax in a retarded 

girl using procedures of imitation, reinforcement, and modeling. 

Journal of Applied Behavior Analysis , 1973, 6, 299-310. / 
Goldstein, S.B. & Lanyon, R.I. Parent-clinicians in the language ttaining of 

anautistic child. Journal of Speeoh and Hearing Disorders, 1971, J36, 

"552-560. 

Gottsleb<en>R.H., Tyack, D., & Buschini, G. Three case studies in language 

training: applied linguistics. Journal of Speech and Hearing Disorders . 
1974, 32, 213-234-. ' 
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Gray, B.B. and Ryjfr, B. A Language Program for the Nonlafteuage Child. 

" Urbana, 111.: Research Press, 1973. 
Greer, J.G., Anderson, R.M., &. Davis, T.B. Developing functional language 
. in the severely retarded using a standardized vocabulary^ In' R.H. . . 

Anderson & J.G. Greer (Eds.), Educating the Severely and Profoundly 
' Retarded. Baltimore: University Park Press, 1976. • N * 

GrtfSitVi.E., Sphnelle, J.F., McNees, K.P., Bissinger, C. 6 Huff, T.M. 
Elective mutism in a first-trader: the remediation of a complex 
behavioral problem. Journal of Abnormal Child Psychology 1975, r 
127-134. x 

Grossman, H.J. Manual on Te rminology and Classification in Mental Retard. 

— ' ation." Baltimore: American Association on Mental Deficiency," 1973. 

Guess, D. A functional analysis of receptive language and productive speech: 
acquisition of the plural morpheme. Journal of Applied Behavior Analv-sis 
1969, 2, 55-64. V . 

Guess, D. and Baer, D.M. ' An analysis, of individual differences in generaliza- 
tion between receive and productive language in retarded children. 
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